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Abstract: This study presents findings that can pose an advancement in the development of inclusive
teaching practices in the university scope. The aim of this work was to understand the methodological
strategies that inclusive faculty members use in their classrooms and the difficulties that they find
in the implementation of such strategies. A total of 119 faculty members from different fields of
knowledge of 10 Spanish universities participated in this study. The data were gathered through
semi-structured interviews and later analysed using an inductive system of categories and codes with
computer software MaxQDA 12. The obtained data show the actions that these faculty members take
to interact with their students, the methodologies they use to teach, the strategies they implement to
promote their learning and the difficulties that hinder their inclusive practice in the classroom. This
study concludes that there are faculty members who are committed to designing teaching projects
based on the principles of Universal Design for Learning. They developing active methodologies
in the classroom and attending to the diversity of the students through the necessary support and
adjustments, from the approach of inclusive pedagogy.
Keywords: inclusive pedagogy; methodology; disability; higher education
1. Introduction
In the last decades, the presence of non-traditional students, e.g., students with
disabilities, has increased in university classrooms. The recognition of the needs of these
students has favoured the development of international regulations and policies [1], such
as the Convention on the Rights of Persons with Disabilities [2], the 2020 Strategy for Smart,
Sustainable and Inclusive Growth [3] and the 2030 Incheon Declaration and Framework [4].
All these measures are based on the Universal Declaration of Human Rights [5] and have a
key objective: To promote an inclusive, fair and equitable education, thus fostering learning
opportunities for everyone [6]. Likewise, they have successfully contributed to ensuring
the access of students with disabilities to the university and their continuation in it.
In Spain, in the academic year 2019/2020, students with disabilities represented 1.4%
of all university students [7]. The presence of these students is progressively increasing,
which has led a significant number of countries to implement actions in favour of in-
clusion and accessibility in their university institutions [8]. In this line, authors such as
Thomas [9] and Wilson et al. [10] claim that guaranteeing access of students with disabilities
to university is not enough, and that it is also important to guarantee their continuation.
Consequently, it is considered that universities must acquire commitments and respon-
sibilities to attend to the needs of all their students [11,12]. In this way, it is proposed that
Higher Education should promote the design of syllabi based on an inclusive approach [13].
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Moreover, it is important to provide the necessary support and adjustments that guarantee
the inclusion and continuation of these students in the university [14,15]. Approaches
such as Universal Design for Learning (UDL) would allow attaining this goal. Accessible
programmes, syllabi and materials could be design in a way that all students can access
learning without the need for additional changes [16]. The design of educational practices
based on UDL offers learning opportunities to all students, including students with dis-
abilities, thus fostering, in addition, a more motivating and meaningful learning for every
student [17]. Likewise, it has been demonstrated that the adjustments and implementations
performed for students with disabilities not only benefit this group of students, but all
students in general [18].
Therefore, academic success depends not only on the student [19], but also on teach-
ing performance and the resources and materials that universities employ to respond to
students with disabilities [6]. It is known that faculty members are an essential element
in the experience of students with disabilities [20–22]. In this regard, different national
and international studies have found that faculty members encounter difficulties when
implementing inclusive pedagogy. Some of the main difficulties in dealing with diversity
are due to their lack of information and training [1,15,21]. These two difficulties, together
with a shortage of time and institutional support, are the reasons identified by faculty
members for successfully addressing diversity in HE classrooms [1,16]. Therefore, for uni-
versity institutions that aim to become more inclusive, it should be a priority to have faculty
members who are informed, trained and sensitised in terms of disability [23]. Few studies
have analysed the characteristics of inclusive faculty members and how they work in their
classrooms to attend to diversity. The results found in the literature indicate that these
are characterised by empathy, closeness, flexibility, accessibility and sensitivity toward the
needs of their students [24,25]. With respect to their teaching practices, these stand out
for their affective-emotional component [24]. Inclusive faculty members usually employ
and carry out active pedagogies and methodologies with an emphasis on the learning and
participation of the student. They are educators who use different methodologies and
evaluation systems and make adjustments in the educational materials to respond to the
needs of the students [6,26,27].
Pillay and Terlizzi [28] state that the use of inclusive pedagogy and support strategies
that suit the needs of students is the most adequate way to achieve an inclusive educa-
tion [29]. Through this, the exclusion of certain students is avoided, providing a wide range
of learning and participation opportunities in an inclusive, fair and equitable social system.
In this line, teaching methodologies play an important role in the academic success or
failure experiences of students, especially in those of students with disabilities [26,30]. The
traditional methods, such as the master class, that are not combined with other methods
and by which the faculty member focuses only on transmitting contents, without inter-
acting with the students, do not potentiate inclusive education in the classrooms [6]. On
the contrary, these methods make it difficult for students with disabilities to follow the
learning pace of the rest of their classmates [15]. This does not contribute to promoting
motivation and meaningful learning of students [31].
Unlike the above mentioned, the instruction models based on the constructivist the-
ory consider the faculty member as a guide and an adviser, whose main role is not to
transmit knowledge, but to facilitate and foster the construction of new learnings in the
students [32,33]. These models are focused on the needs of the students, thus potentiating
inclusive pedagogies [34]. Similarly, these participatory, active and collaborative methods
are preferred by students, since they increase their motivation and participation, and gener-
ate a meaningful, accessible and relevant learning [35,36]. Almarghani and Mijatovic [37]
claim that, in addition to improving the learning of students, these strategies help them
to develop their sense of commitment. Therefore, to achieve inclusive education, it is
essential to adopt active pedagogies that promote meaningful and constructive learning [9]
and generate interaction and participation among students, which have been identified as
facilitators for students with disabilities [10]. In this way, active pedagogies are identified
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as methodological strategies that promote the autonomy of the students and their active
and participatory involvement in the construction of meaningful and reflective knowledge,
always from their own experience. Some specific pedagogical strategies have been identi-
fied, such as problem-based learning, cooperative work, case studies, flipped classrooms,
project-based learning and service-learning [38,39]. In this line, Miyazoe and Anderson [40]
state that participation in the classroom and the use of group methodological strategies
minimise anxiety in the students, as different social barriers and obstacles are temporarily
disregarded, such as age, gender, social status and diverse capabilities. Therefore, partici-
patory activities facilitate the development and attainment of an inclusive and democratic
classroom [41]. In this sense, Vacarella [42] highlights that, in order to attend to diversity, it
is important for faculty members to have a broad repertoire of methodological strategies.
Given the importance of adopting inclusive and participatory approaches in Higher
Education, the aim of this study was to; (1) know the methodological strategies that
inclusive faculty members use in their classrooms; and (2) analyse the main difficulties that
they encounter in the classroom for the development of inclusive practices.
2. Materials and Methods
This study is part of a larger project funded the Ministry of Science and Innovation -
State Research Agency (project EDU2016-76587-R), and co-financed by FEDER, entitled
“Inclusive Pedagogy in the University: The Opinions of Faculty Members”. The aim of this
project is to analyse the knowledge, beliefs, design and actions of faculty members who
carried out an inclusive pedagogy. A biographic-narrative method was used in order to
know the opinions of faculty members that had been previously identified by students
with disabilities. Specifically, this article analyses their actions. The research questions
that guided this analysis are the following: Which are the methodological strategies that
inclusive faculty members use in the classrooms? What difficulties do these educators
encounter in the development of an inclusive pedagogy in their classrooms?
2.1. Procedure and Contact with Participants
A total of 164 faculty members were contacted, of whom 6 did not participate in the
study for personal and work-related reasons and 39 did not reply to the e-mail that was
sent to them. Eventually, 119 faculty members of all fields of knowledge from 10 Spanish
universities participated in the study. The sample was accessed in two different ways.
Firstly, students with disabilities were contacted through the disability services of the
participating universities. These were students with visible and non-visible disabilities.
The technicians sent an e-mail in which students with disabilities were asked to identify the
faculty members that had facilitated their social and educational inclusion in the university.
Secondly, the snowball technique was employed [43]. This strategy was used with students
with disabilities who had participated in previous projects, as well as with faculty members
and colleagues of other universities who knew students with disabilities. Before they
selected the inclusive faculty members, they were all given a list of criteria that these
educators had to meet: They facilitate the learning processes; they use different teaching
methodological strategies; they care for the learning of all their students; they are flexible,
willing to help; they establish a close relationship with their students and favour the
interactions among them; and they make their students feel important, as part of the class.
In relation to the participants’ profile, 40 of them taught in the field of Education
Science, 25 in Social and Legal Science, 24 in Arts and Humanities, 16 in Health Sciences
and 12 in Science, Engineering and Mathematics. With respect to sex and age, there were
69 men and 50 women, mostly between 36 and 60 years, with seven of them under 35 years
and four over 60 years. In regard to teaching experience, 89 had more than 10 years, 24 had
between 5 and 10 years and only 6 had taught for less than 5 years in the university.
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2.2. Instruments
This study was conducted from a qualitative perspective. Two semi-structured inter-
views were designed ad-hoc for the study, which were based on the analytical dimensions
of inclusive pedagogy: Knowledge (on theoretical, policy and legislative issues), beliefs (the
ability of the educator to support and believe in all students), design (designing a pedagogy
that values difference and actions that work with students) and actions (implementation of
teaching and learning strategies) [44,45]. These interviews were validated by 15 experts
who did not belong to the study as part of the sample. All of them came from the different
branches of knowledge considered in this study and had previous experience at teaching
students with disabilities.
Two interviews were held with each participant, with an approximate duration of
90 min each. All the interviews were conducted and guided, individually, by the members
of the research team, who were previously trained for that task. Most of the interviews
(n = 89) were held face-to-face. The rest were carried out via Skype (n = 18) and phone call
(n = 12). All interviews were recorded in audio and transcribed for later analysis.
2.3. Data Analysis
A progressive qualitative analysis of all the gathered information was performed,
using an inductive system of categories and codes [46]. The data analysis was conducted
using the MaxQDA 12 software. Specifically, the analysis allowed identifying different
codes and the associations between them.
In the first stage of the analysis, the research team worked on a generic and com-
prehensive system of categories and codes. Each of these codes was analysed in order
to break them down or merge them, if possible, with other codes. This allowed the data
collected with the category system to be organised and interpreted. In the second stage of
the analysis, two members of the team were responsible for analysing all the information
simultaneously. Subsequently, those fragments of information where interpretation proved
complex were analysed by the whole research team in different face-to-face meetings.
Table 1 shows the categories and codes used for the analysis of the data that are
presented in this study.
Table 1. System of categories and codes for the analysis.
Categories Codes
Teaching strategies for learning
Classroom climate
Teaching attitude





Teaching difficulties in the
development of inclusive
practices
Faculty members training in attention to diversity
Insecurity
Lack of experience
Lack of time to attend to the students







Lack of information, support and counselling
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2.4. Ethical Aspects
At the beginning of the interviews, each participant signed an informed consent form.
This document informed about the project and the treatment of the data in compliance
with Organic Law 3/2018 on Personal Data Protection [47]. The participants were free to
modify any piece of information and leave the study whenever they wished, guaranteeing
their confidentiality at all times. Based on the aim of guaranteeing the anonymity of the
participants, all the information was anonymised at the beginning of the data analysis.
3. Results
3.1. Methodological Strategies Used by Inclusive Faculty Members to Promote Learning
The results obtained in this study allow describing how inclusive faculty members act
in the classroom with their students, the methodologies they use to teach and the strategies
they implement in their lectures to promote the learning of their students.
In relation to the actions of inclusive faculty members to promote the learning of their
students, the results indicate that these educators were very eager in terms of teaching.
Specifically, they promoted motivation and curiosity among the students and toward the
use of humour to generate optimism and associate positive emotions with the learning
contents. These faculty members were respectful, trusting, close and accessible toward
their students. Moreover, they intended to be a reference to their students, by showing
empathy and offering active communication and continuous feedback. Similarly, they
cared for the environment and generated a good classroom climate.
I try to stimulate my students and make sure that the lectures are an inspiring and
enriching environment where curiosity is encouraged. Moreover, I promote respect,
ensuring that, in my lectures, everything is welcomed, except moral or ethical prejudices,
so that people feel free, very accepted and very comfortable (Faculty member 53).
These inclusive faculty members understood that the students were the real protago-
nists of the teaching and learning process and, as such, they had to feel included and be
free to make decisions.
It is important to make the students feel like they are the protagonists of their learning. I
mean, if the students are given responsibility and shown that they can be top students
and excellent professionals and that all this is up to them, then they feel that they lead
and are in charge of their learning. Thus, they feel active in the learning process (Faculty
member 42).
Consequently, the faculty members considered that their role consisted in mediating
the teaching and learning processes, acting as guides for the students, making sense out
learning and thus promoting learning in their students.
I try to show them that they are not only learning these contents, but that they are here to
become excellent nurses, and that they have much to do for society. So, they are working
for society and for themselves, for their life projects . . . They have to learn in order to
be the best possible nurses, within their capabilities and personal possibilities (Faculty
member 42).
The results of this study provide data about how inclusive faculty members work in
their classrooms. Specifically, the data indicated that they used active pedagogies through
different active teaching methodologies. Among these methodologies, they highlighted
peer tutorials, collaborative learning, project-based learning, flipped classroom and gami-
fication. Some participants reported that they used several teaching methodologies, and
some of them even combined master classes with these active methodologies.
In learning and services, we begin with a specific need, a social need that can be detected
by the students or the faculty member, and then the students try to find a solution through
a service that favours the community, building networks and alliances. In this way, since
they become involved, sometimes in associations and, in other cases, in educational
centres, they experience meaningful learning. Additionally, cooperative learning is a
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wonderful way of working on attention to diversity, since they help and support each
other. When this is complemented with pedagogical pairs, maximum enrichment is
attained (Faculty member 96).
I do many different things. I put them to work with problem-based learning, we hold
debated and games. Sometimes, if the topic is delicate or more specific, then I teach a more
traditional master class. In other cases, we do group assignments, that is, I propose them
a problem and they have to solve it. I also give them an activity that they have to prepare
and carry out, different things (Faculty member 89).
Therefore, the results showed that the inclusive faculty members pushed themselves
to ensure that their lectures were very participatory. Moreover, these educators made
use of different teaching strategies in the classroom to favour the learning processes of
their students. Among these strategies, they pointed out the effort they made to work in
the classroom on practical and applied contents, the constant exploration of the previous
ideas of the students, recovering and synthesising the contents tackled at the beginning
of each lecture, making a summary at the end of the lectures, using different types of
materials, carrying out very different activities, encouraging reflection and adapting to the
idiosyncrasy of each group.
I use examples or things that they see feasible in the real world, beyond the blackboard,
I give them cases, examples, I put them in the situation, to make them think what they
would do if they encountered certain circumstances . . . I apply what we see in the
classroom to real cases; I believe this is what motivates and encourages the student the
most to understand the concept and put it into practice (Faculty member 68).
3.2. Difficulties That the Faculty Members Encounter When Implementing Inclusive Strategies in
the Classroom
Despite the effort and the application of the different methodological strategies, the
faculty members identified a series of difficulties that hindered their inclusive practice in
the classroom.
On the one hand, they highlighted some difficulties related to faculty members them-
selves, such as the insecurity they sometimes felt regarding their teaching practice, the lack
of experience, especially in the first years, and the scarce or lack of training in disability
and educational inclusion. These aspects led them to go through situations of frustration
and discouragement when they encountered these realities in the classroom.
Well, lack of knowledge on my part. I do not have any training in disability or functional
diversity or anything in that matter. I do whatever I think is good, but I do not know if it
is correct or not (Faculty member 32).
This insecurity, which was felt by some of the participants, were also reflected in their
relationship with their students. The faculty members expressed some uncertainty about
how to communicate and interact with them, especially when they encountered high ratios
and did not know the needs of their students, which was an even bigger concern in the
case of students with disabilities. Not knowing in advance the needs of the latter generated
great concern and unrest in the participants. In some cases, they even mentioned the
insecurity they felt when they thought they could be giving them a favourable treatment
with respect to the rest of the students.
My problem was the fact that I did not know the limit to help her, but I also had to be
fair with the rest of the students. So, she asked me to give an exam in advance in order
to familiarise with it, and I told her that it was not fair for her classmates, and that I
would give her more time and more explanations. But she never came back. That was the
problem (Faculty member 2).
With respect to the teaching-learning process in the classroom, some of the faculty
members identified certain limitations, such as the lack of knowledge about methodological
strategies that could help them to make the lectures more dynamic and participatory. This
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lack of resources and didactic strategies made them also reflect on the difficulties they
encountered to motivate students and maintain their curiosity for learning.
I believe that I need pedagogical or teaching resources, whatever we call them. Sometimes,
I think about whether this subject could be learned in a different way, taught in a different
way and have the students learn it in a different way (Faculty member 43).
Regarding diversity, the participants mentioned the lack of time to attend to and
adequately monitor all students according to their particular needs. The faculty members
were aware of the need to make, in some cases, specific adaptations. Many of these
adaptations took them more time than they could spend. In these cases, the lack of time
did not allow them to know the learning paces of their students, thus they could not adapt
to them.
The main difficulty is the lack of time, over the lack of training, knowledge or support;
that is, the lack of time to analyse reality, observe it, monitor all students adequately, give
them suitable feedback, keep up to date . . . (Faculty member 101).
The faculty members also identified some difficulties related to the students them-
selves. In this sense, they highlighted the low academic and cultural level of the students,
especially in their first years of university, as well as their lack of motivation and their
apathy for learning, along with their poor participation and involvement in the classroom
sessions. According to some of the faculty members, this aspect was eventually reflected in
the lack of attendance in the lectures. The faculty members were also concerned about the
lack of receptivity and feedback from the students, and how this ultimately had a negative
influence on their own motivation for teaching.
The students arrive at the university with some very important deficiencies related to
expression, communication skills and even spelling, and I am very concern about this,
since I do not really know how to tackle this, honestly (Faculty member 90).
The main difficulty is motivation. If I do not catch the attention of the students and fail to
motivate them, then the lecture develops in a very different way (Faculty member 35).
The participants also stated that some students showed a lack of receptivity and
sensitivity toward their classmates with disabilities, especially when working in groups.
I believe that the main difficulties appear when they have to work in groups, as some-
times they find it difficult to adapt to the group or they are not understood by their
classmates. In many cases, people do not want to have in their group other people with
these characteristics, so they are not accepted and they feel bad (Faculty member 11).
The faculty members identified a series of difficulties related to the university institu-
tional policy. For example, they pointed out the high ratio of the classrooms, which made it
difficult for them to monitor the students adequately. Furthermore, they recognised that
there were still many obstacles and architectural barriers in university classrooms and
buildings.
The overcrowding of the classrooms is not good at all; it does not benefit anybody.
For instance, if I have three students with disabilities in the classroom, due to this
overcrowding, I cannot adapt everything and I do not have time to plan the activities
(Faculty member 29).
I cannot believe that we are in a faculty of Education, with the reflections and all the
academic, professional and methodological background, and we still have the chairs fixed
to the floor. I think that this makes learning difficult in diverse conditions (Faculty
member 91).
Lastly, the participants highlighted the lack of information, support and institutional
counselling to work with students with disabilities. Similarly, they could not understand
why their universities did not inform them in advance about the students with special
needs that were going to undertake their subjects. Moreover, considering the diversity of
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the students, the absence of human and material resources made it difficult for them to
properly attend to all the needs they encountered in the classroom.
The university does not inform the faculty members that they have students with disabili-
ties, and we find out when we get to the classroom. We should know this in advance in
order to plan ahead (Faculty member 82).
Well, it is always the same problem, that is, the lack of resources. When a faculty member
detects that there are three or four students with disabilities in the class, it would be good
to have additional credits to hold separate sessions, where we can help them (Faculty
member 16).
4. Discussion
The number of students with disabilities in universities is increasing every year [48,49].
Due to this reality, universities are making efforts to offer more inclusive environments.
Numerous studies [31,50] have focused on the development of inclusive practices from
the perspective of students with disabilities. However, few studies have explored the
characteristics of inclusive teaching practices in the university context from the perceptions
of faculty members [16,51]. This study presents, from the view of the faculty members,
findings that can pose an advancement in the knowledge of inclusive teaching practices
in the university environment. This work shows that there are faculty members who are
committed, concerned and sensitised regarding diversity, understanding it as an element
of added value in the learning that takes place in their classrooms.
Firstly, it can be asserted that one of the main keys to carry out inclusive pedagogical
practices in the classroom is the attitude of the faculty members. The participants of this
study were concerned about protecting the climate of their classrooms. These inclusive
faculty members were characterised for being enthusiastic, respectful, accessible and
flexible in the learning process of the students, as well as for promoting the motivation
and curiosity of the latter [8,9]. For these faculty members, attending to the affective and
emotional component of the student was an essential element for the development of
inclusive practices in the classroom [20]. According to students with disabilities, these
are the traits and characteristics that the ideal educator should have [52]. In fact, several
studies have valued, in a very positive manner, the human and personal characteristics of
the faculty members, demonstrating their positive association with the academic success of
the students [25].
In relation to the development of active pedagogies, the obtained results show that the
inclusive faculty members act fundamentally as guides and counsellors in the knowledge-
building process of the students, rather than as mere transmitters of contents. In fact, the
results indicate that these educators support the development of pedagogies based on the
principles of constructivism [32,33]. In this sense, they are faculty members who potentiate
in their students an active and autonomous role, considering them as the true protagonists
of the teaching-learning process [53]. Moreover, they do their best to make sense of the
learnings, thus fostering the meaningful learning of their students. In this sense, authors
such as Love et al. [54] have shown that, over master classes without interaction, students
with disabilities prefer active and participatory methods, which is in line with the opinions
of faculty members, who consider that these strategies help them to attend to the needs of
these students [34].
All of the above mentioned demonstrates that the inclusive educational processes in
university classrooms must be focused on the acquisition and construction of knowledge.
This idea is strongly linked to the principles of inclusive pedagogy: Provide support for
everyone, with differences for some [55,56]. According to Moriña [57], all students can
learn under the proper conditions and circumstances and with the support and adjustments
that each student may need. In turn, all this is related to the principles of UDL. In this sense,
and in line with the findings of Lombardi et al. [16], the participants of the present study
offered learning processes characterised by flexibility and accessibility for all students,
without the need for major additional adjustments. From the three basic principles of UDL
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and the methodological diversity they applied in their classrooms, these faculty members
offered their students different alternatives of access, representation and participation, thus
recognising the different ways of learning of the students [58,59]. The design of educational
practices based on UDL allows providing learning opportunities to all students, including
students with disabilities, thereby, also promoting a more motivating and meaningful
learning for them [17]. To this end, the results corroborate the findings of previous studies:
the educational processes must be based on the use of different methodologies that grant an
active and participatory role to the students and allow the faculty members to respond to
the different learning styles, motivations, interests and capabilities [50,59]. In fact, inclusive
pedagogy is focused on guaranteeing the academic success of all students in the classroom
through their participation in it, always recognising their individual differences [8,56].
In addition, and in line with Stefanich et al. [60], it is important that educators reflect
on their own modeling, disposition in working with students and their expectations, since
these aspects can have a great impact in the classroom, favouring the positive academic
expectations of students and their empowerment.
In this line, and connecting with the “action” dimension of inclusive pedagogy, the par-
ticipants of this study carried out active pedagogies in their classrooms. In agreement with
findings reported in previous studies [38,39], the development of participatory teaching
methodologies, such as the use of peer tutorials, collaborative, cooperative and project-
based learning, flipped classroom, gamification and even participatory master classes,
allowed the faculty members of this study to carry out participatory, active and collabora-
tive learning processes. In fact, the literature shows that the use of these methods increases
the motivation of the students, generating in these the scaffolding and knowledge-building
proposed by the constructivist theories: The attainment of meaningful, active, participatory,
accessible and relevant learning [35,36].
Finally, this study also shows the numerous difficulties that faculty members en-
counter when carrying out inclusive practices in their classrooms. In line with the findings
of Moriña [15], the results of this work indicate that, according to the faculty members,
one of the main difficulties to attend to diversity is the lack of information and training,
which causes insecurity in their teaching performance with students with disabilities and
in the design of methodological strategies that stimulate their participation and motiva-
tion. These results are in agreement with those reported in studies conducted in other
countries [21,61]. The lack of training and knowledge about disability, along with the
lack of time and institutional support and the university policies (such as high ratios and
the lack of resources), are some of the elements that cause the difficulties encountered by
inclusive faculty members when attending to diversity [16,51,62]. In this sense, several
studies have identified faculty members’ information and training as a central element for
the application of inclusive practices in the classroom [15,63].
From the perspective of inclusive pedagogy, this study demonstrates the importance
of attending to the needs of the students, promoting their participation in the classroom.
The obtained results show that there are faculty members who, despite the difficulties, do
their best to carry out inclusive educational practices in their classrooms. These findings
highlight the relevance and need of creating and developing policies and institutional
agendas that ensure the training of faculty members to attend to diversity [54].
In conclusion, the results of this study allow highlighting that the academic success
of students with disabilities depends on many factors [64]. Faculty members training
in this topic would allow them to gain confidence, knowledge on how to tackle specific
needs of the students, how to design inclusive teaching programmes and projects based on
UDL, how to develop active pedagogies and methodologies, and most importantly, from
the perspective of inclusive pedagogy, to believe that all students can learn in the same
classroom, under the same conditions, with the necessary support and adjustments [56]. For
this to be possible, it is necessary to urge universities to promote policies that consolidate
an inclusive institutional culture, based on practices that promote diversity, encounter and
dialogue from a constructive, equitable and humane approach [65].
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5. Limitation of the Study
We cannot ignore the fact that the study has its own limitations, and describing them
will help us put forward proposals for future research projects.
In this qualitative research process, using the biographical narrative approach, we
wanted to give a concrete voice to the faculty members of Spanish universities as a whole.
For this reason, we have not carried out an analysis by university, an aspect that can be
seen as a limitation of the study. However, this was not the purpose of the research, and
in general, we have not observed significant data that could show possible differences
between universities.
The size of the sample could be another limitation, and it would be interesting to have
a larger and more balanced sample in the different areas. This limitation could be extended
in future studies.
Another limitation could be the lack of analysis of the differences between participants.
In this sense, it would be interesting to develop studies that analyse the relationships be-
tween the dimensions of inclusive pedagogy based on the differences between participants,
areas of knowledge and universities, which would allow exploring institutional contexts
more broadly, thus delving into the cultural dimension of university institutions.
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